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Budapest, grade 10 student to Dutch teacher: “Why do you ask us for our opinion all the time?”

When you start to teach in a different country, with a different culture, there is a lot you can prepare yourself for. You can study the differences in the educational system. You can learn about the cultural habits and values. No matter how much you know of the country’s culture before you leave, it stays very hard to imagine how this culture is going to reveal itself to you. Cultural values are the part of the iceberg​[1]​ of culture that is under the water surface. Whether or not you will be able to recognise cultural values, and manage to understand the students is one side of the story. Something you might not immediately consider is whether and to what extent the different cultural backgrounds of your students will influence the way they look at you. 

Geert Hofstede (2005) has extensively investigated the concept of culture and has outlined five different areas of cultural values. A culture can be based on individualism, as opposed to collectivism; on strong uncertainty avoidance, or low uncertainty avoidance. A society can be mainly masculine or feminine, and long- or short term oriented. Another area of values is that of power distance. In short, this refers to the way in which people cope with differences in status. In some societies there is a very strong hierarchy between groups of people. In these societies younger people will always show respect to older people. Bosses are not seen as people you can start discussions with. However, other societies do not appreciate or accept this kind of social inequality.

Differences in social beliefs about power distance also exist in classroom environments. This influences the students’ behaviour -as their behaviour is a reflection of their individual cultural values- and it may influence the way teachers and students interact, the so-called interpersonal teacher behaviour. For instance, a student whose cultural values dictate that teachers are always right is expected to be respectful and even subservient towards the teacher. 

In order to create effective learning environments, the student-teacher communication should be optimal. In the case when a teacher is unaware of the students’ values, this may cause problems in the communication. For example, a teacher asking for input from the students may encounter difficulties if the students, due to their cultural background, are not comfortable with being asked for their opinion all the time by authorities, such as the teacher. In order to avoid this kind of miscommunication that hinders effective learning, it is particularly important to know if and how students’ individual beliefs influence the way they perceive the teacher. Therefore our main research question of this paper is: To what extent is there a relationship between students’ individual beliefs on power distance and their perception of their teachers?








2. 1. Interpersonal teacher behaviour 
As earlier mentioned, the way teachers communicate with their students is commonly referred to as ‘interpersonal teacher behaviour’ (den Brok et al., 2003). 
2.1.1. The Model for Interpersonal Teacher Behaviour (MITB)
Timothy Leary (1957) first researched interpersonal behaviours and developed a model that measures specific interpersonal behaviours in terms of two dimensions, influence and proximity. Interpersonal communication can be apprehended with respect to the extent to which an individual exhibits cooperation or dominance. Leary’s model has been tested and effectively applied in research on human interaction (Foa, 1961; Lonner, 1980). Its application by a number of researchers (Brown, 1965; Dunkin & Biddle, 1974; Lonner, 1980; among others) has provided evidence for the model’s ability to be cross-culturally applicable.

Figure 1. Leary’s model for interpersonal communication.

Leary’s model was adapted by Wubbels and Levy (1991;1993) and formed the basis for a new model that places interpersonal relationships into an educational context, i.e. the Model for Interpersonal Teacher Behaviour (MITB) (see Figure 2). The MITB consists of the same axes of proximity and influence as Leary’s model and delineates eight types of interpersonal teacher behaviours. 

The eight different facets of teacher behaviour are: Leadership (DC); Helping/ Friendly (CD); Understanding (CS); Student Responsibility/ Freedom (SC); Uncertain (SO); Dissatisfied (OS); Admonishing (OD); and Strict (DO) behaviour. The eight sectors are named after their position on the graph. For instance, both SC (Student Responsibility/ Freedom) and CS (Understanding) belong to the Submission- Cooperation dimensions. However, the SC sector is more characterized by Submission than Cooperation, while the opposite is the case for the CS sector.

By using the MITB, any instances of teacher behaviour can be located in one of the eight sectors. Figure 2 displays several examples of teacher behaviour for each sector of the model.

Figure 2. The Model for Interpersonal Teacher Behaviour (MITB).


2.1.2. The questionnaire on teacher interaction (QTI)
Information about interpersonal teacher behaviour can be collected by means of the QTI (Wubbels & Levy, 1991). The questionnaire was originally constructed for research in the Netherlands, and was later converted into a 64-item American version. It has been tested and used for the last two decades, and it has proven to be a reliable instrument (den Brok et al., 2003). 

The QTI consists of statements about types of teacher behaviour; seven to nine statements represent each of the eight sectors of the MITB. Responses to each statement are given on a five-point scale, from “never/ not at all” to “always/ very”. The following table exemplifies the eight scales and provides sample items for each one of them.


Table 1. Description of scales and sample items for each scale of the QTI (adapted from Levy & Wubbels, 1998;  from  Scott & Fisher, 2001)
Scale 	No. of items	Sample item
DC Leadership	7	This teacher talks enthusiastically about his/her subject.
CD Helpful/Friendly	8	This teacher helps us with our work.
CS Understanding	8	This teacher trusts us.
SC Giving responsibility/ freedom	8	We can decide some things in this teacher’s class.
SO Uncertain	7	This teacher seems uncertain.
OS Dissatisfied	9	This teacher thinks that we cheat.
OD Admonishing	8	This teacher gets angry unexpectedly.




2.2. Power distance as a cultural dimension

2.2.1. What is power distance? 




2.2.2. What determines power distance?
First of all, power distance can be simply determined by the country you live in. The form of government, wealth, population size and whether or not a state is religious, or based on a certain ideology have their influence on the way people deal with power and equality. Often, politics and ideologies are based on existing views on the distribution of power. 

Within societies, the way people experience power distance can be dependent on the social class they belong to. As explained before, people from higher social classes may have less outspoken views on power distance than people of lower social classes, as a result of wishful thinking and of the fact that people from higher social classes have less people above them to look up to. To which social class you belong, can be determined by your wealth or the status of profession or family.

Besides social class, individuals’ beliefs on power distance are also influenced by many other factors, such as individual family situations, age, sex, a person’s own intellectual capacities and foreign experiences.

2.2.3. How are different views on power distance reflected in schools?
Because individual views on power distance can be determined by different variables, different views may be found within schools and classrooms. Hofstede has listed certain behaviour and attitudes that are typical for classroom situations in large and small power distance environments. These characteristics are shown in Table 2. They are however general statements. 








Table 2. Differences in Teacher/Student Interaction Related to the Power Distance Dimension (from: Hofstede, 1986: 313) 

Small power distance societies	Large power distance societies













3. Focus of the research

3.1. Research problem
Until today, little research has been conducted on the pupils’ perceptions of their teachers. Not more information is available on the pupils’ individual beliefs on power distance; as said earlier, such perceptions directly influence the classroom atmosphere and, subsequently, the learning process. 

It is, however, essential to investigate this relationship between beliefs and perceptions. Should a link be found between these two, i.e. the pupils’ beliefs on power distance and their perception of their teachers, educators will be provided with insightful information about the pupils’ perceptions of their teachers. The stronger the link will be found to be, the more certain it will become that the way the pupils perceive their teachers has a great deal to do with their individual beliefs on power distance. 

Whereas other publications have focused on measuring power distance as it is perceived by groups, this research takes the students’ individual perceptions into account. What also makes this a pioneer study is the fact that the findings on individual beliefs on power distance are linked to the outcomes of an existing educational research instrument (the QTI). This has not been done before.

Our investigations took place in Hungary (Budapest) and the U.S. (State College, Pennsylvania). Although there is some literature on power distance in Hungary and in the U.S. (see Hofstede, 2005), little is known about the individual beliefs of Hungarian and American students concerning this cultural dimension.

3.2. Research questions
Our research aimed at answering the following main questions:
	Is there a relationship between the students’ individual beliefs on power distance and their perception of the teachers? 
	Is there a difference between American and Hungarian students’ individual beliefs on power distance and their perception of the teachers?






From Hofstede’s general findings on power distance as experienced by IBM employees, it appears that both Hungary and the US are relatively small power distance societies. Hofstede investigated 74 countries (and multi-country regions) and listed them from large to small. In this list Hungary comes 55th; the US share their rank with Estonia and Luxembourg, namely the 57-59th. Hofstede also gave the countries different scores that represented the difference between countries that are close to each other in the ranking list. Within the range of 104, for the country with the largest, to 11 for the country with the smallest power distance, Hungary scores 46, and the US 40. The list of all the results is included in Appendix E.

Taking the above into account, one would expect that both Hungarian and American students may experience their environment as one with a relatively small power distance. This would mean, for example, that the students take responsibility for their own learning and have a say in what they do in class. 

However, from our own experiences and observations in the two countries – subjective as they may be - we expect that the Hungarian students have beliefs that are mostly associated with large power distance. This can be explained by the fact that the scores in Hofstede’s table are relative in the context of those of the rest of the world, but our experiences are relative in the context of what we have seen in Dutch classrooms. Our expectations about the American students coincide with Hofstede’s findings. 

What may also account for differences between the outcomes of Hofstede’s research and our own expectations, is the fact that our investigations took place in Budapest and State College, Pennsylvania only, and do not represent the country as a whole.














Tables 3 and 4 below give an overview of the number of the American and Hungarian participants respectively, along with their sex, their country of residence and the language(s) they speak at home. The American students were 11th graders of 16-17 years of age. The Hungarian students were 10th graders of 16-17 years of age as well.

                     Table 3. The American participants
American participants	Number of participants	Percentage (%)
Sex	Boy	42	87	48.3 %	100 %
	Girl	45		51.7 %	




Language(s) spokenat home	English	84	87	96.5 %	100%




      Table 4. The Hungarian participants
Hungarian participants	Number of participants	Percentage (%)
Sex	Boy	20	41	48.8%	100 %
	Girl	21		51.2%	










4.2.1 General design of the study 

Statistical analysis: Power Distance (PD) categories

Categorizing of questions and reliability analysis
Initially, the PD questions were assigned to five categories. Each category focused on a main PD area and was therefore expected to be answered in a similar way. Based on Hofstede’s interpretation of Power Distance, five PD categories of questions were distinguished: ‘gender’, ‘social status teacher’, ‘social status parents’, ‘age’, and ‘teachers: means or source?' The category ‘gender’ (not to be confused with Hofstede’s dimension of masculinity/femininity) consisted of questions about the perception of the position of men and women in society. The category ‘social status teacher’ included questions about the perception of the position of teachers in relation to the student. The questions on the perception of the parents’ position in relation to the student were assigned to ‘social status parents’. The category ‘age’ comprised questions on the perception of status differences due to age. The questions in the category ‘teacher: means or source?’ emphasized on the perception of the role of the teacher in the learning process of the student.​[2]​ Lastly, the category ‘total’, consisting of all PDQ questions, gives an impression of the average perception on power distance per student. Seven questions could only be included in the category ‘total’, as these questions did not fit in any of the other categories. Table 5 gives an overview of the initial division of the questions per category. 
Table 5: The six initial PD categories
PD-categories	Questions	Number of questions
gender	45, 46, 48, 62, 63	5
social status teacher	3, 7, 4, 9, 12, 13, 19, 20, 25, 28, 31, 32, 33, 43, 39, 41, 42, 43, 51, 56, 61, 65, 66, 67	24
social status parents	8, 15, 16, 21, 35, 38, 47, 53, 57	9
age	6, 17, 22, 36, 40, 44, 59	7
Teacher: means or source?	1, 10, 11, 18, 23, 24, 27, 29, 30, 50, 52, 54, 55, 60, 64	15
Total	All questions	67

The answers of both the Hungarian and American pupils were used for testing the reliability of the five categories. The reliability of the categories was tested using the reliability test (with Chronbach’s α= 0.70). This test validates the consistency of each category. Questions that were answered in a dissimilar way were excluded from the category, as these questions would only be a source of noise.

After testing their reliability, the categories ‘gender’, 'social status teacher', ‘age’, and ‘total’ were reliable after the deletion of the questions with low explanatory capacity. Since the category ‘Social status parents‘ was not reliable separately, the decision was made to join the categories ’age’ and ‘social status parents'. This category proved to be reliable. This decision can be justified, as both categories refer to the respect for older people and do not concern working classes. Moreover, the questions assigned to the category ‘teacher, means or source?’ were answered too ambiguously to be used for further analysis.

The averages of the 4 categories were tested on normality (Kolmogorov Smirnov, α ≤ 0.05). For convenience, however, all categories will be considered to be normally distributed during this research.

Exploration of PD categories
A analysis of variance (ANOVA., α ≤ 0.05) was used to determine whether a relationship exists between group averages of the individual students and sex (boy; girl). Also the relationship between the country of residence and the group averages, and the interaction ‘sex (boy; girl) and country’ and the group averages were investigated.

PD categories and QTI
First, the QTI axes Dominance–Submission (DS) and the Opposition–Cooperation (OC), and the sectors DC, CD, CS, SC, SO, OS, OD, and DD (see Figure 2 and Table 1) were tested for normality (Kolmogorov Smirnov, α ≤ 0.05). Subsequently, both the Dominance–Submission and Opposition–Cooperation axes and the QTI sectors were determined by using existing formulas. 







A cluster analysis (Ward’s method) was used to cluster the students with similar answer patterns and therefore a similar individual belief on power distance. For this purpose, the averages of the categories ‘gender’, 'social status teacher', and ’social status parents and age’ were included in the analysis. The category ‘total’ was left out, as this variable is a summary of the results and not a discriminator. An analysis of variance (ANOVA., α ≤ 0.05) was used to determine the number of classes with the highest explained variance.

Lastly, the influence of the PD clusters along with the variables sex (boy; girl) and country of residence (and the interaction between all three) on the Dominance–Submission and the Opposition–Cooperation axes was tested with an analysis of variance (ANOVA., α ≤ 0.05).

4.2.2 Data collection
For the data collection in both Hungary and the U.S., we looked for classes with students around 16-17 years of age, whose teachers would be around 30-35 years old. The data collection involved the distribution of the QTI and the PDQ. Both the students and the teacher filled out the former, while only the students filled out the latter.

United States
In State College High School, two female teachers agreed to let their classes participate in the data collection. Each teacher involved two of her classes in the filling out of the questionnaires. In all four classes, the QTI was given first and the PDQ was handed out a few days later. Before each questionnaire would be handed out, there were explicit instructions given on how to fill out the questionnaires. 






In Hungary two classes and one teacher participated. The teacher agreed to let the students fill out the QTI about their classes. Both the QTI and the PDQ were conducted in the same way as in the US. The data collected from these two classes were used for the overall statistical analyses. 












Statistical analysis: Power Distance Questionnaire (PDQ)

Categorizing of questions and reliability analysis
After testing the reliability of the categories ‘gender’, 'social status teacher', ‘social status parents and age’, and ‘total’, the questions listed in table 6 remained.

Table 6: The revised division of the questions per category, after testing the reliability of the categories ‘gender’, ‘social status teacher’, ‘social status parents & age’ and ‘total’. Categories with a Cronbach's Reliability Coefficient (α) of 0.70 or higher were considered to be reliable.
PD-categories	Questions	Number of questions remained	α
gender	45, 46, 48, 62, 63	5	0.72
social status teacher	3, 4, 9, 12, 19, 20, 25, 28, 32, 34, 39, 41, 42, 65, 67	15	0.71




The pupils’ averages of the four categories were tested for normality with the Kolmogorov-Smirnov test. Both ‘social status teacher’ (α = 0.20) and ‘social status parents and age’ (α = 0.20) were normally distributed. However, ‘gender’ (α = 0.00) is skewed to the right, while ‘total’ (α = 0.01) is somewhat skewed to the left.

As done in similar studies (Den Brok, pers. comm.), the categories ‘gender’ and ‘social status teacher’ are assumed to be normally distributed for practical reasons, even though they do not fulfill the normality criteria.

Exploration of PD categories
An analysis of variance was conducted to test for possible relationships between the PD group averages and sex (boy; girl), country of residence, and the interaction between sex (boy; girl) and country of residence.

In the category ‘gender’ a significant influence of sex (boy; girl) (α = 0.00), and of the interaction between sex (boy; girl) and country (α = 0.04) was found. In all other categories, no influences of the above mentioned variables were found: ‘social status teacher’ (α corrected model = 0.58), ‘social status parents’ (α corrected model = 0.42), ‘total’ (α corrected model = 0.08). 






Figure 3: The average score on the category ‘gender’ of boys and girls. The scores were significantly different (α = 0.00) between both sexes.




















PD categories and QTI
First, the QTI axes Dominance–Submission and Opposition–Cooperation, and the sectors DC, CD, CS, SC, SO, OS, OD, and DD were tested for normality with the Kolmogorov-Smirnov test. Only the Dominance–Submission and Opposition–Cooperation axes appeared to follow a normal distribution. Again, normality was assumed.





Clusters of students, with similar answers in the different categories (excluding the ‘total’ category) and therefore with similar individual beliefs on power distance, were formed with the help of Ward’s Cluster Method. The amount of variance explained by the number of clusters was determined with an analysis of variance (ANOVA). As the explained variance did not increase substantially from six clusters onwards, five clusters have been used in further analysis (explained variance of the categories: ‘gender’: 2 = 0.85; ‘social status teacher’: 2 = 0.13 ; ‘social status parents and age: 2 =  0.54).  These clusters will be referred to as PD clusters.













This research aimed at investigating whether the individual beliefs of students on power distance (as measured by means of the PDQ) have a significant influence on the way they perceive their teachers, more specifically, the fashion they answer the QTI about their teachers. Another goal was to look upon possible differences between the two countries. Furthermore, since the present study used a unique methodology, the question needed to be answered regarding the effectiveness of the applied methods. 
	
6.1. The outcomes of this research (and explanations)
Before going into the outcomes, the validity of the Power Distance Questionnaire (PDQ) needs to be reviewed. All the initial 67 questions that appeared in the PDQ passed the reliability test when explored as a total. As said earlier, the questions of the PDQ were initially divided into five categories. These categories were tested for reliability. With the exception of the category 'gender', none of the categories were reliable at first. Hence, questions that did not contribute to the reliability of the categories were discarded. Moreover, two categories that were not reliable separately were combined in one new category. In the end three categories remained: ‘gender’, ‘social status parents and age’ and ‘social status teacher’. These remaining categories consisted out of a total of 33 questions. These 33 questions were used for subsequent statistical analyses. Although the PDQ needs further improvement and additions for future research, it has been a valid instrument.

After statistical analysis of the available data, no relationship was found between the way the students filled in the PDQ and the way they filled in the QTI. These results indicate that the individual beliefs on power distance of students in different countries do not influence the way they perceive their teachers. This outcome contradicts the prediction that was made earlier in this paper, i.e. that the beliefs of the students on power distance would have an effect on the way they see their teachers. Since there is no other literature on the topic available, more research is needed to support this remarkable finding.

Regarding the statistical analyses of the three PD categories of questions, there was a rather interesting significant result. We found a significant difference between the male and female participants: the average score on the PDQ questions regarding the group ‘gender’ was significantly higher for the female participants than the male participants. These results indicate that the sex of the participants influences their perception of power distance. This result is not surprising, as other research has had comparable outcomes. For example, research on gender-related perceptions found that females at both primary and secondary schools thought their teachers were more dominant than males (Levy et al., 1992; Wubbels & Levy, 1993). 

Moreover we found a difference between boys in the US and boys in Hungary. Hungarian boys scored significantly lower on power distance with respect to the group ‘gender’ than American boys. However, this difference was not apparent between the female participants of the two countries. Interestingly, the score of the American boys was more or less centred between the scores of the Hungarian boys and the scores of the girls. This means that the American boys experience a larger power distance in school than Hungarian boys. This indicates that, in general, Hungarian boys perceive more equality between men and women than their male counterparts in the US.
A caveat here would be that this is only based on our frame of reference, formed by our own background and experiences abroad. 

Although overall the outcomes of the PDQ did not relate to the outcomes of the QTI, a significantly positive correlation has been found between specific questions of both questionnaires. The PD questions in the category ‘social status teacher’ correlated with the outcomes of the QTI questions in the category ‘Submissive-Cooperative: student responsibility/freedom’. Examples of teacher behaviour in the latter are: ‘he/she gives a lot of free time in class’ and ‘he/she encourages independent work from students’. This means that the students’ beliefs on power distance regarding the social status of teachers has an effect on the extent to which they judge their teachers to be submissive-cooperative. Nevertheless, since no other significant relationships were found between the PDQ results and the QTI outcomes, no firm conclusions can be drawn. 

In the analysis mentioned earlier, the averages of the 4 PD categories were correlated to the 8 QTI sectors and the Dominance–Submission and the Opposition–Cooperation axes. Another test was done for which the students were divided into five clusters, (formed on the basis of similarity in the way they answered the PDQ questions), along with the variables ‘sex’ and ‘country of residence’ were linked to the Dominance–Submission and the Opposition–Cooperation axes. This was done in order to test whether there would be a relationship between the students’ answers to the PDQ and their answers to the QTI questions. From this analysis, no overall significance was found, however, the variable country of residence had a significant effect on both the Dominance-Submission and the Opposition-Cooperation axes. 

It is surprising that the variable ‘sex’ did not have any effect on the QTI axes, considering that boys and girls answered the questions of the PD category ‘ gender’ in a significantly different fashion. Moreover, the fact that the country of residence of the participants had a significant effect on the two QTI axes is striking, especially since such a relationship was not found between the country of residence and the 4 PD categories.

6.2 Limitations
Despite these interesting results, there are some limitations to this study. First of all, only two American teachers, and one Hungarian teacher participated in this research. All three teachers were females between the age of 30 and 35. The small sample size, the fact that no male teachers were included, and the specific age group that was looked at made it unlikely for the QTI results to reflect scores of teachers in general. To be able to make a general statement about the influence of culture on the way students’ perceive their teachers; a broader, more diverse group of teachers needs to be examined.

Moreover, since more American teachers than Hungarian teachers participated in this research, the effect of the variable 'country of residence' might have biased the QTI results. This, in turn, might partially explain the difference we found in scores for the Dominance–Submission and the Opposition–Cooperation axes between the two countries. However, since these differences were highly significant, the results are still expected to hold true.

Another limitation of this study is that the PD categories, although reliable, did not contain a similar amount of questions. This could have affected the chances of finding significant differences. Surprisingly, significant differences were only found in the group with the smallest number of questions, namely ‘gender’. Therefore, it is unlikely that the uneven distribution of questions over the different PD categories has had a major effect on the results.

The result of this research could have been influenced by the fact that certain categories, which might have had a significant relationship with the perception of teachers, were excluded from the analysis because they were unreliable. To be able to include these categories, new, reliable questions need to be formulated. Moreover, other categories, which were not considered in the present research, might also be related to the QTI. 

This study only entailed students in the age of 16-17 years. However, age might affect the influence of certain underlying cultural values on the way students’ perceive their teacher. For example, younger students might not have fully developed or be fully aware of their individual beliefs. Moreover, as students get older, peer pressure and the development of autonomy, might cloud certain underlying cultural values. Therefore, including students of various ages would give a better insight in (the processes affecting) the students’ individual belief on power distance. Moreover, more students should be included in the research, as this would make the results more reliable.

Finally, a drawback of this investigation was the fact that the classes that participated were rather homogenous with respect to the students’ cultural backgrounds. This reduced the chance of finding clear distinctions between the students’ individual beliefs on power distance. Thus, future research should focus more on classes comprising students with various cultural backgrounds, such as classes in international schools.

6.3 Implications for further research
Even though the results of our research do not directly indicate a significant relationship between the students' individual beliefs on power distance and the way they perceive their teacher, linking students’ individual beliefs with their perception of their teachers is an essential tool for understanding the classroom atmosphere. Identifying students’ individual beliefs on the cultural dimensions that are significantly linked with the perception of their teachers enables teachers to understand the behaviour of their pupils better, in order to anticipate on creating an optimal learning environment. 






This research explored the relationship between the students’ individual beliefs on power distance and their perception of teachers. The statistical analyses revealed no direct relationship between these two. Subsequent treatments of the data showed that the sex of the participants influenced the way in which the students perceived power distance aspects that are related to gender. 

The focus was also on the examination of possible differences between the responses of the American students and the responses of the Hungarian students. The country of residence played an important role in the way the students filled out the QTI and thus expressed their perceptions of teachers. What is more, from the information that was gathered on the students’ individual beliefs on power distance, it was found that the male participants in the U.S. experienced larger power distance in school than the male participants did in Hungary.

The present investigation examined whether looking at the students’ individual beliefs on power distance is a good method for predicting their perception of teachers. No concrete evidence was found to support that the more is known of the students’ beliefs on power distance, the better it can be predicted how they perceive their teachers. Nevertheless, the correlation between the QTI sector SC (i.e. student responsibility/ freedom) and the PD category ‘social status teacher’ indicates that a possible relationship between the students’ beliefs on power distance and the way they perceive their teachers cannot be excluded. Thus, the findings of this research demonstrate that further research is necessary. 
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Appendix C: The Iceberg model




























Appendix D: Hofstede’s list of Power Distance characteristics in schools 
(Hofstede, 2005)















































^1	  See Appendix C.
^2	  In small power distance societies, teachers are expected to be more of a coach, rather than a 'knowledge provider'. 
